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the transfer problem in teacher education and how it blockades teacher 
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learning and teaching. Section 4 presents realistic mathematics education as 
an example. Section 5 describes realistic teacher education. Section 6 
examines theory. Section 7 discusses the promotion of reflection. Section 8 
describes the introduction of the realistic approach into teacher education 



at Queen's University in Canada and Utrecht University in the Netherlands. 
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Abstract 



The pressure towards more school-based teacher education programs, visible in many countries, 
creates a need to rethink the relationship between theory and practice. The traditional application- 
of-theory model appears to be rather ineffective and is currently being replaced by other, more 
reflective approaches. 

A theoretical basis is presented for a new paradigm in teacher education. It uses the concepts of 
episteme and phronesis to introduce a new way of looking at theory that is relevant for teacher 
development. Building on this theoretical framework, the so-called 'realistic approach' to teacher 
education is introduced. Experiences with realistic approaches in two countries are described. 



Introduction 

The pressure towards more school-based programs which is visible in many countries is a sign that 
not only teachers, but also parents, and politicians are often dissatisfied with teacher education 
(Barone et al. 1996, p. 1108-1109; Ashton, 1996). In Great Britain, for example, a major part of 
preservice teacher education has now become the responsibility of the schools, creating a situation 
in which to a large degree teacher education takes the form of "training on the job". The argument 
for this tendency is that traditional teacher education programs are said to fail in preparing 
prospective teachers for the realities of the classroom (Coodlad, 1990). 

Teacher educators would object that a professional teacher should acquire more than just practical 
tools for managing classroom situations and that it is their job to present student teachers with a 
broader view on education and to offer them a proper grounding in psychology, sociology and so 
on. Although these are valid arguments, the polarisation that is characteristic of this type of 
discussion is dangerous as it focuses on the question whether teacher education should start with 
theory or practice instead of the more important question of how to integrate the two in such a way 
that it enhances teacher development. This latter question, fundamental to the effectiveness of 
teacher education, is seldom discussed in depth in the professional literature. Based on an analysis of 
the nature of theory that is relevant to teachers, we will present a new approach to teacher 
education, the so-called realistic approach and report about its use in two countries. 



The traditional approach to teacher education 

During the last century an enormous amount of psychological, sociological, and educational 
research has been carried out, offering us a body of knowledge which in principle can be very useful 
to teachers. It seems reasonable to try and disseminate this knowledge. In fact in many professions a 
major aspect of the professionalization process has been the introduction of an extensive theoretical 
basis for the practitioner's work (McCullough, 1987; Hoyle & John, 1995). In teacher education the 
desire to use as much of the available knowledge as possible, has led to a conception of teacher 
education as a system in which experts, preferably working within universities, teach this knowledge 
to prospective teachers. In the best case they also try to stimulate the transfer of this knowledge to the 
classroom, for example by assignments to be carried out during field experiences. This is how 
teacher education became known as "teacher training" (Bullough & Citlin, 1994). To quote Shulman 
(1986): "Teacher education programs in general seem to be based on the view that teacher 
candidates will teach effectively once they have acquired subject matter knowledge, got acquainted 
with models of innovative curriculum and have practiced using them". Schon (1987) called it the 
"technical-rationality model". Imig and Switzer (1996, p. 223) state that in many places in the world 
the tendency to focus on knowledge bases to be taught to prospective teachers has become even 
stronger. This emphasis on expert-knowledge (Sprinthall et al., 1996), dominant for many decades, 
basically has not changed, although many studies have shown its failure in strongly influencing the 
practices of the graduates of teacher education programs. Zeichner and Tabachnick (1981), for 
example, showed that many notions and educational conceptions, developed during teacher 
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education, were "washed out" during field experiences (compare Bullough, 1989). Lortie (1975) 
presented us with another early study into the socialization process of teachers, showing the 
dominant role of practice in shaping teacher development. At Konstanz University in Germany large 
scale research has been carried out into the phenomenon of the "transition shock" (Muller-Fohrbrodt 
et al., 1978; Dann et al., 1978; Dann et al. 1981; Hinsch, 1979), which regrettably went largely 
unnoticed by the English-speaking research community. It showed that teachers pass through a quite 
distinct attitude shift during their first year of teaching, in general creating an adjustment to current 
practices in the schools, and not to recent scientific insights into learning and teaching. Building on 
the work of the Konstanz research group Brouwer (1989) did an extensive quantitative and 
qualitative study in the Netherlands, also showing the dominant influence of the school on teacher 
development. He found that an important factor promoting transfer from teacher education to 
practice was the extent to which the teacher education curriculum had an integrative design, i.e. the 
degree to which there was an alternation and integration of theory and practice within the program. 
We will return to this issue later. 



The transfer problem 

Much is known about the causes of the transfer problem and how it blockades teacher development 
(see also Wubbels et al., 1997). Using a cognitive-psychological perspective, we will mention three 
major causes here: 

1 A first cause has to do with the learning process within the teacher education institute itself, 
even before the implementation stage. Research on learning and teaching shows that prior 
knowledge plays a powerful role in comprehension and learning (Scardamalia & Bereiter, 
1989). Students in teacher education do have preconceptions about learning and teaching 
(Wubbels, 1992), but these notions often do not agree with the theories taught in teacher 
education programs. Preconceptions show a remarkable resistance to traditional attempts to 
change them (Wahl et al., 1 984), which can in part be explained by their firm roots in the many 
years of experiences that student teachers themselves have had as students within the 
educational system (Lortie, 1975). Stofflett and Stoddart (1994) for example, argue that teachers' 
conceptions of teaching subject matter are strongly influenced by the way in which they 
themselves learned this subject content. They have shown that student teachers who themselves 
experienced learning in an active way, are more inclined to plan lessons that facilitate students' 
active knowledge construction. Huibregtse et al. (1994) showed that even with experienced 
teachers there is a strong relationship between their preferred way of teaching and the way they 
themselves are used to learn: they have a limited view of the learning styles of their students 
and tend to project their own way of learning onto the learning of their students. 

2 Another, more fundamental cause has been named the feed-forward problem: "resistance from 
the student teacher at the time of exposure to given learnings and, later, protestations that the 
same learning had not been provided in stronger doses" (Katz et al., 1981, p. 21; see also 
Bullough et al., 1991, p. 79). This problem can also be stated as follows: in order to learn 
anything during teacher education, student teachers must have personal concerns about 
teaching or they must have encountered concrete problems. Otherwise the fruitfulness of the 
theory is not clear to them and they are not motivated to study it. In fact this is nothing more 
than a concretization of the well-known principle that learning only takes place if the learner 
has some personal goal which is, in the view of this person, served by the learning (Skemp, 
1979). And even if there are such personal goals, for example because the student teachers have 
developed concerns during their teaching in school, general theory is only helpful if there is 
some kind of coaching of the student teachers in connecting the theory to their actions in the 
concrete practical situations in which they encounter their problems (Joyce & Showers, 1988). 

3 A third cause has to do with the nature of the relevant knowledge. Clark & Lampert (1986, p. 
28) state that once inside school, teachers "are expected to accomplish complex and even 
conflicting goals. Under these circumstances, a priori knowledge identified by researchers about 
the relationship among particular decisions or actions and their outcome?* is of limited worth". 
Teachers need quick and concrete answers to situations in which they have little time to think. 
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This type of action-guiding knowledge is rather different from the more abstract, systematized 
and general expert-knowledge teacher educators often present to student teachers (Korthagen & 
Lagerwerf, 1996; Tom, 1997). This issue will be further elaborated in this paper, as we consider 
it one of the major reasons for the lack of success of teacher education all over the world. 

Although the transfer problem in teacher education is well-known and its causes have been 
thoroughly researched, it is remarkable that many teacher education programs still reflect the 
traditional "application-of-theory model" described above (Korthagen & Russell, 1995), although it is 
hard to derive reliable conclusions about this from the literature. Zeichner (1987) once noted that 
very little is published about concrete strategies and program arrangements. In our own work as 
trainers of teacher educators in various countries we did have the opportunity to analyze the 
"everyday pedagogy" of teacher education. It led us to conclude that basically the traditional view of 
teacher education has not changed and even that many "new" approaches often take the form of 
sophisticated procedures to try and interest student teachers in a particular theory, or bridge the gap 
between the theory presented and teaching practice. This means that the traditional approach, in 
which teacher educators make an a priori choice about the theory that should be transferred to 
student teachers, represents a very dominant line of thought (compare also Oldfather et al., 1 994 and 
Bullough & Citlin, 1994). The fundamental conception inherent to this line of thought is that there is 
a gap to be bridged. One often forgets that it was the a priori choice that created this gap in the first 
place. 



Towards a new paradigm 

Although the application model represents the general picture, there are interesting exceptions (see 
for example Zeichner, 1995; Clandinin, 1995; Richardson, 1997), but they are often realized by a 
few isolated educators within an institute, not seldom heavily criticized by their colleagues. As a 
reaction to weaknesses of the traditional approach to teacher education, such innovative educators 
have developed new ways of preparing teachers for their profession. Many of these attempts can be 
characterized by an emphasis on reflective teaching (Calderhead, 1989), implying that teacher 
development is conceptualized as an ongoing process of experiencing practical teaching and 
learning situations, reflecting on them under the guidance of an expert and developing one's own 
insights into teaching through the interaction between personal reflection and theoretical notions 
offered by the expert. 

In many teacher education programs this alternative view is currently being worked out. Impressive 
steps were made towards the construction of a theoretical basis for such an approach, for example by 
formulating the cognitive psychological underpinnings, mostly in terms of constructivism (e.g. 
Oldfather et al., 1994; Bell & Gilbert, 1996), or sociological considerations, generally in terms of 
goals to strive for and methods to reach these goals (e.g. Zeichner, 1983; Liston & Zeichner, 1990) 
and the ethical dimensions involved (Zeichner, 1986). Research into strategies and effects has also 
been published (for example Zeichner, 1987; Zeichner & Liston, 1987; Core & Zeichner, 1991). 

In one respect the theoretical basis underlying such new approaches to teacher education is meager, 
viz. with regard to the role of theory. Compared to the traditional theory as found in academic 
textbooks, 'theory' takes on a completely different form in a program aiming at a real contribution to 
teacher development. The aim of the present paper is to emphasize this point and to look at its 
consequences. 

The ideas developed in this paper are to a large degree derived from theories on mathematics 
learning and teaching. In fact mathematics education appears to be a domain where many problems 
have been first spotted (and also partly solved) which are very similar to the kind of problems 
inherent in teacher development. However, the connection between these two domains has seldom 
been made. Without trying to dive into mathematics education too deeply here, a short overview of 
relevant developments in this domain may thus be helpful to our thinking about teacher 
development. 
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Mathematics education as an example 



For two reasons mathematics education is an interesting field on which to build our thinking about 
teacher education. The first is that to many children and thus also to teachers, mathematics causes so 
much trouble. This implies that the need is very strong to find productive ways of helping children 
acquire the necessary knowledge and skills in a way that helps them to apply them. It has promoted 
the development of a theory about learning and teaching mathematics, which is directly relevant to 
classroom practices. Secondly, as mathematics as a field of study can more easily be isolated from 
other knowledge domains, psychologists have here been rather successful in discovering the 
mechanisms underlying learning. 

One of the most impressive recent developments in education has been the introduction of so-called 
’realistic mathematics education' (Treffers, 1987; Freudenthal, 1991). It can be characterized by a 
complete break with the traditional approach which goes from 'theory' (principles, rules, theorems) 
to 'practice'. For many years, children in mathematics classes had to learn to apply to practical 
problems mathematical structures, developed during centuries of study in mathematics. Although 
with sufficient support they often succeeded in working their way through series of textbook 
problems, in ordinary life these children were often unable to solve the simplest everyday problems, 
even when these problems were similar to those in the math class (Schoenfeld, 1987). In other 
words, a transfer problem was very obvious in mathematics education. 

The great mathematician and mathematics educationalist Hans Freudenthal analyzed this transfer 
problem and pointed out how in fact the traditional didactic approach contradicted the essential 
nature of mathematics. In his view, mathematics is not "a created subject" to be transferred to 
children, but "a subject to be created". When one pursues his line of thinking, mathematics 
becomes, or rather has always been, a human activity, based in the reality of the world around us. 
(This is why he called the approach "realistic".) Activity leads to consciousness of structures 
underlying the problems at hand. These structures, constructed by the learner, represent his or her 
idiosyncratic way of making meaning out of a problem situation. This means that these cognitive 
structures are closely connected to the way the learner will deal with similar problem situations in 
the future. 

The realistic approach towards mathematics, as developed by Freudenthal, started in the seventies in 
the Netherlands, and through the work of the Freudenthal Institute at Utrecht University it has now 
spread to many other countries as well, for example to the United States, where it fitted into ideas 
about changing mathematics education, developed in the 80s. An important starting point in the 
realistic approach is the assumption that students can and should themselves develop mathematical 
notions on the basis of practical experiences and problems. The problems are presented within a 
context recognizable for children, and often taken from everyday situations. Emphasis is put on the 
practical use of mathematics, inquiry and reflection, group work and hands-on activities. Freudenthal 
characterizes the resulting teaching and learning process as one of guided reinvention (a term also 
used by Fischer & Bullock, 1984). To put it in its shortest form, the realistic approach goes from 
practice to theory. An interesting aspect is that the gap between theory and practice disappears, 
although it is better to say that it is not created by the educational process itself, as is the case in the 
traditional approach. In cognitive psychological terms one can say that the intended learning 
processes start from 'situated knowledge' (Brown et al., 1989), developed in the interaction of the 
learners with the problem situations, and that the concrete situations remain the reference points 
during the learning process. This immensely diminishes the classical 'transfer problem' in application 
situations. In the next section we will discuss the question what teacher education can learn from the 
developments in mathematics education. 

Realistic teacher education 

when comparing traditional approaches to teacher education with the above example of 
mathematics education, there appear to be striking similarities. 

In Freudenthal's terms one could say that in this traditional approach, knowledge about teaching is 
considered as a created subject and not as a subject to be created by the learner, i.e. the student 
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teacher. An approach which would be more in line with Freudenthal's ideas about learning, takes its 
starting point in real problems as encountered by student teachers during field experiences. The 
student teacher would then develop his or her own knowledge in a process of reflection on the 
practical situations in which a personal need for learning was created. As is the case in realistic 
mathematics education the emphasis shifts towards inquiry-oriented activities, interaction amongst 
learners, and the development of reflective skills. 

In our work with teacher educators and program coordinators, we often hear the concern that this 
implies that theory will disappear from the teacher education curriculum and that student teachers 
will have to reinvent the wheel over and over again, the teacher educator's only task being to ask 
"what do you yourself think"? This is a caricature based on a complete misunderstanding of the 
processes involved in a realistic approach. During the learning processes involved, the teacher 
educator has an important role, although completely different from the traditional role of the lecturer. 
The kind of support that he or she should offer (including theory!) has to be very much adjusted to 
the specific problems the student teachers are having. 



Theory and theory 

As a consequence, the nature of fruitful "theory" shifts dramatically from that in the traditional 
approach. Clark & Lamport (1986, p. 28) state that once inside school, teachers "are expected to 
accomplish complex and even conflicting goals. Under these circumstances, a priori knowledge 
identified by researchers about the relationship among particular decisions or actions and their 
outcomes is of limited worth". Teachers need quick and concrete answers to situations in which they 
have little time to think. This type of action-guiding knowledge is rather different from the more 
abstract, systematized and general expert-knowledge that teacher educators often present to student 
teachers. 

Kessels and Korthagen (1996) go back to Aristotle's concepts of episteme and phronesis to explain 
the difference. If a teacher educator offers epistemic knowledge, he or she uses general conceptions, 
applicable to a wide variety of situations; this knowledge is based on research and can be 
characterized as "objective" theory, theory with a big T. This is the type of knowledge that plays a 
central role in the traditional approach and that should certainly not be omitted from teacher 
education programs: student teachers should be helped to see the larger picture of educational 
knowledge. More often, however, they need knowledge that is situation-specific and related to the 
context in which they meet a problem or develop a need or concern, knowledge that brings their 
already existing, subjective perception of personally relevant classroom situations one step further. 
This type of knowledge is called phronesis. We could also call it "theory with a small t". The 
character of phronesis is more perceptual than conceptual: often quite unconsciously, it focuses the 
attention of the actor in the situation on certain characteristics of the situation, characteristics 
important to the question of how to act in the situation. To put it concisely, episteme aims most of all 
at helping us to know more about many situations, while the emphasis of phronesis is more on 
perceiving more in a particular situation and finding a helpful course of action on the basis of 
strengthened awareness. 

Our hypothesis is that this strengthened awareness is a key factor in teacher development. On the 
basis of this hypothesis the realistic approach to teacher education has been developed and 
implemented. Below we explain more about the way this has been done and we report about some 
first evaluative research studies. 



The promotion of reflection 

As phronesis, or theory with a small t, is meant to be of help in the process of perceiving practical 
situations, it can only be relevant to teachers if it builds on their existing perceptions. This requires 
(1) that teachers become aware of their perceptions of practice, and (2) that they be helped to 
restructure these perceptions if another way of perceiving is more fruitful. This points to the central 
role of reflection in teacher development. 
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In order to escape from the often vague discussions in the literature about this concept, we define 
reflection as the mental process of trying to structure or restructure an experience, a problem or 
existing knowledge or insights (Wubbels & Korthagen, 1990). Fundamental to our conceptualization 
of the process of reflection is the close relationship between teachers' actions, their perceptions of 
these actions, and the possibility of reframing these perceptions. We conceive the reflection process 
as a spiral (Fig. 1). The spiral represents the alternating stages of acting, learning from the actions and, 
because of that, improving on the action, and so on. When we look closer at one cycle of the spiral, 
we distinguish between five phases, which are quite similar to distinctions made in other models for 
reflection (for example Carr & Kemmis, 1986). Phase 5 is phase 1 of the next cycle. 



Creating alternative methods of action 




Trial 

Action 



Figure 1 : The ALACT model for reflection 



This phase model is called the ALACT model, after the first letters of the five phases. Its use in 
concrete program elements has been described in Korthagen (1985) and evaluated in a series of 
studies (see for an overview Korthagen, 1993 or Korthagen & Wubbels, 1995).’ 

An important aspect of a realistic approach to teacher education is that teachers are not only 
stimulated to reflect, but also that they learn to master the process of reflection itself. Only then can 
we speak of learning how to reflect. In that case, teacher education promotes a second order change 
in teachers: they acquire the ability to direct their own professional development and take 
responsibility for it (growth competence). 

Introducing the realistic approach into teacher education 

The ideas described in this paper are not only philosophical reflections on teacher education: they 
are built on actual implementations of realistic approaches into teacher education, especially at 
Queen's University in Canada and Utrecht University in the Netherlands. We will now briefly 
describe the first experiences with this approach and some research findings. 

The program at Queens' University 

At Queen's University in Canada, the Faculty of Education introduced a new teacher education 
program structure, with a pilot program in 1997 paving the way for full implementation of the new 
structure in 1998. The central feature of the new structure is "early extended teaching experience" in 



The reader may wonder why we do not use the well-known model of Kolb (Kolb & Fry, 1975). Our problem with Kolb's 
model is that it does not account for the non-reflective learning that is an important part of learning (De jong et al., 1998). It 
suggests on the one hand, that learning from experience is a natural, almost autonomous process leaving little room for guided 
learning. On the other hand, it overemphasizes the role of abstract concepts at the cost of concrete and more individual concepts, 
images, feelings or needs. 
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which candidates are placed in schools, in cohorts of six to ten, from the opening day of school in 
September until the holiday break in December. A week of orientation precedes the entry into 
schools, and candidates return to the university for two weeks near the midpoint of the 1 5-week Fall 
Term placement. Two field-based courses are completed while in schools. The Winter Term includes 
more traditional education courses, although these are made different by the extensive experiences 
of candidates in schools. The Winter Term also includes two shorter teaching practice periods; a 
four-week placement at the conclusion provides an opportunity to experience just how much has 
been achieved over the entire program. 

An extensive period of faculty-wide preparation preceded the full implementation of the new 
structure. Several retreats were held, and every member of staff was involved in one or more 
committees to prepare for the transition. Many refinements were made during the pilot program 
involving 10% of our 1997 candidates. Nevertheless, when full implementation occurred, personal 
experience generated a host of fundamental issues that require openness, trust and patience of all 
staff to achieve mutual understanding and shared commitment to the new structure. While many 
attempts were made to take charge of the personal development of each teacher educator, it remains 
obvious that the task may always be more challenging than we are willing to admit. At the present 
stage, some colleagues report dissatisfaction with the major changes involved with the experience- 
first approach to pre-service teacher education. 

For one of us, the shift to a new structure was extremely satisfying. By virtue of significant 
involvement with a small cohort of experience-rich teacher candidates in 1994-96 and by virtue of 
his involvement in self-study of teacher education since 1992, Tom Russell found himself ready and 
able to build on teacher candidates' Fall Term experiences. Working with a group of 26 candidates 
in chemistry and physics methods, substantial success was achieved by focusing on the significance 
of pedagogy and on the development of resources in response to questions generated by teaching 
experiences. 

In sum, the shift from a deductive to a realistic approach was successful for this teacher educator and 
virtually all members of the class group. In a report on this experiment (Russell & Bullock, in press) 
the most obvious finding appears to be that early extended teaching experience removes many 
barriers for student teachers that in previous years made the process of professional development 
difficult. These barriers can be formulated in terms of assumptions about preservice teacher 
education that are overcome by the realistic approach, assumptions such as "teaching can be told", 
"learning to teach is a passive process", "theory is largely irrelevant", "experience cannot be 
analyzed". In the traditional approach students develop a dependency on external authority and 
propositional knowledge which in fact does not help them very much in practical settings. The 
realistic approach appears to generate in student teachers a sense of what Munby and Russell (1994) 
call the authority of experience: they start to see their own experiences and as valuable ingredients of 
the process of learning to teach. 

The Utrecht program 

The teacher education program at Utrecht University preparing for secondary education, has more 
gradually developed towards the approach described in this paper. This development was marked by 
the publication, in 1985, of a national report which presented the desired outline of the one-year- 
post-degree course for prospective teachers at Dutch universities. The report consisted of a clearly 
described professional teacher profile from which professional competencies were deduced that 
teacher education should develop. A lot of emphasis in the profile was put on the ability to reflect. 
For most teacher educators, this was fresh ground. The flow of publicity on reflection by teachers 
emerged only at the beginning of the 1980's (for example Zeichner, 1981), and much practical 
experience did not yet exist. Therefore it was decided to combine the introduction of a new teacher 
education program at Utrecht University with training courses for teacher educators and mentor 
teachers. These courses aimed at the development of the supervision skills needed for the 
improvement of reflection on the part of student teachers in their teaching practice. Moreover, a lot 
of energy was put in meetings of teacher education staff, mentor teachers and school administrators. 
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in which they together formulated the structural characteristics of the program and the approach to 
be followed. 

This led to a realistic program built around two main teaching practice periods. The first is a four- 
months period in which the student teachers go to the schools in closely collaborating triads, and 
gradually start to teach whole classes. Regularly they come back to the institute for group 
discussions, inquiry about their teaching and structured reflection. The theory provided at the 
institute is built as much as possible around the student teachers' experiences, questions and 
concerns. After a two-months period at the institute, devoted to workshops on specific educational 
issues, further reflection, a small research project and theory based on the experiences from the 
teaching practice period, the Final Individual Teaching Practice Period starts. During four months the 
student teacher gets full responsibility for a few classes and is supervised "at a distance" by the 
mentor teacher who does not visit the lessons. This means that the supervision draws heavily on the 
student's experiences and reflections. During the whole year much attention is devoted to learning 
how to reflect. (For more details see Koetsier et al., 1 997). 

An important question is: what are the results of this program? Focusing especially on this question, 
we briefly present an overview of several published evaluative studies of the Utrecht program. An 
national evaluation study carried out by an external research office (Research voor Beleid; see Luijten 
et al., 1995 and Samson & Luijten, 1996) of all Dutch teacher education programs preparing for 
secondary education has shown that 71% of a sample of graduates of the Utrecht program (n=81) 
scored their professional preparation as good or very good (the two highest scores on a five-point 
scale). This is a remarkable result, as in the total sample of graduates from all Dutch teacher 
education programs preparing for secondary education (n = 5135) this percentage was only 41% (p 
< 0 . 001 ). 

A fundamental question is: Does the realistic approach indeed reduce the gap between theory and 
practice? Several studies focused on this more specific question. In 1991, an evaluative overall study 
among all graduates of the Utrecht University program between 1987 and 1991 showed that 86% of 
the respondents considered their preparation program as relevant or highly relevant to their present 
work as a teacher (Koetsier et al., 1997). Hermans et al. (1993) illustrate this finding with more 
qualitative data of an experiment with a group of 12 student teachers strictly incorporating all the 
principles mentioned in the two previous sections. All 12 student teachers reported a seamless 
connection between theory and practice, a noteworthy result, given the many research reports from 
all over the world showing the problematic relationship between theory and practice. Some quotes 
from student teachers' evaluations are: "The integration theory/practice to my mind was perfect"; 
"Come to think of it, I have seen and/or used all of the theory in practice"; "The things dealt with in 
the course are always apparent in school practice". Considering the gap between theory and 
practice found in many research studies on teacher education, these are remarkable results. 

Another fundamental question is whether the professional community would consider the 
knowledge base offered to the student teachers at Utrecht University, which is strongly connected to 
the student teachers' experiences, to be sufficient. Some valuable indications may be derived from 
two external evaluations, in 1992 and 1997, by two official committees of experts in teacher 
education, researchers and representatives of secondary education, instituted by the Association of 
Dutch Universities (VSNU). The program received very positive assessments. For example, in 1997 
the program scored 'good to excellent" on 25 out of 34 criterion variables, including the criteria 
'value of program content' and 'professional quality of the graduates'. On the other 9 criteria it 
received the assessment "sufficient". No other Dutch university teacher education program received 
such high scores. 

However, the 1 992 committee did comment on the fact that the final objectives of the program were 
not formulated at an explicitly concrete level. This was recognized by the program staff. It is a 
difficulty almost inherent to the realistic approach that it is hard and perhaps even counterproductive 
to state in advance what the exact course content will be. Perhaps this is the price to be paid for the 
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shift from an emphasis on episteme towards the development of knowledge, skills and attitudes 
which are really being used in practice. On the other hand, after 1992, years of experience with the 
realistic approach have helped the program staff to become able to predict rather precisely what 
types of problems and concerns are generated by what kinds of practical experiences of student 
teachers as well as what kind of "theory" can effectively be connected to these problems and 
concerns. This made it possible to formulate the program objectives more precisely in advance and 
to not only follow the student teachers' concerns, but also generate them (Van der Valk et al., 1996). 
This led the 1997 committee to score the degree of "completeness and clarity of the program goals" 
as good to excellent as well as the degree to which the program goals were achieved. We believe 
that this is another indication that a new and sound "pedagogy of realistic teacher education" is now 
evolving. 



We explained how the realistic approach can indeed narrow the gap between theory and practice, 
but that there are certain issues that need special attention. In this respect it is important to refer to an 
extensive study carried out by Brouwer (1989) into the relationship between program design and 
effects of 24 teacher education curricula (related to 12 different school subjects), in use at Utrecht 
University during the 80s, i.e. the years in which the realistic approach started to develop. At various 
moments during these programs and during the first two years in which the graduates worked as 
teachers, quantitative and qualitative data were collected among 357 student teachers, 31 teacher 
educators and 128 cooperating teachers. Concrete learning effects on the work of the graduates 
during their first year in the profession (measured by means of 14 criterion variables) appeared to 
depend primarily on the degree to which theoretical elements in their preparation program were 
perceived by the student teachers as functional for practice at the time of their student teaching, and 
on the cyclical alternation between school-based and university-based periods in the program. Also, 
a gradual increase in the complexity of activities and demands on the student teachers appeared to 
be a crucial factor in the professional development of the teachers. 

Finally, the principles discussed in this paper put high demands on teacher educators; they must 
serve as role models and be willing and able to put more responsibility for the learning process in the 
hands of their students, to create safe learning environments and a climate for reflection and 
interaction, and to teach students how to develop the metacognitive skills necessary for reflection 
and for developing a growth competency. This also requires that teacher educators can connect 
several educational, pedagogical, and psychological perspectives, and academic disciplines. 

Obviously, this requires more from teacher educators than is generally part of their preparation for 
the profession. It is remarkable that, although much attention is being paid to student learning in 
schools and the professional development of teachers, the professional development of teacher 
educators is hardly ever discussed (Wilson, 1990). Almost everywhere, becoming a teacher educator 
without a specific education for this profession is still a reality. A research study into the selection 
and training of educators in the countries of the European Union, published in a special issue of the 
European Journal of Teacher Education (1990, vol. 13, # 1/2), showed that the position of teacher 
educators was generally obtained on the basis of extensive and successful teaching experience 
and/or an academic education, for example in educational science. This situation does not seem to 
have changed much and does not differ from that in America and Canada (Ducharme, 1993; 
Guilfoyle et al., 1995; Korthagen & Russell, 1995). A thorough literature review revealed an almost 
complete lack of any studies on the subject of the education of teacher educators, although, in many 
places, training programmes are offered to mentor teachers. 

As one of us does have personal experience with giving training courses to teacher educators in 
many different countries-^ we close by emphasizing that, in our view, the education of teacher 



2 Such training courses have been given to on a large scale in the Netherlands, causing a shift in the approaches 
of many Dutch teacher educators. The training has also been given to teacher educators from a variety of 
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educators is the necessary starting point for developments in education. Teacher educators, too, learn 
the most by being stimulated to learn from their own practices by means of reflection and inquiry, 
and by being provided with helpful theory. Not only do we think that what they learn in this 
'realistic' way is more helpful for their practice: Most of all we believe that pedagogical principles 
should be practised on all educational levels in order to become guiding principles in education. 

References 

Ashton, P. (1 996). Improving the preparation of teachers. Educational Researcher 25(9), 21-22 & 35. 
Barone, T., Berliner, D.C., Blanchard, J., Casanova, U., & McGowan, T. (1996). A future for teacher 
education. In: J. Sikula (ed.). Handbook of Research on Teacher Education, 2nd edition (pp. 1 108- 
1 149). New York: Macmillan. 

Bell, B., & Gilbert, J. (1996). Teacher development: a model from science education. London/ 
Washington: Palmer Press. 

Brouwer, C.N. (1989). CeTntegreerde lerarenopleiding, principes en effecten. [Integrated teacher 
education, principles and effects]. Amsterdam: Brouwer. 

Brown, J.S., Collins, A. & Duguid, P. (1989). Situated cognition and the culture of learning. 
Educational Researcher 78(1), p. 32-42. 

Bullough, R.V., Jr. (1989). First year teacher: a case study. New York: Teachers College Press. 
Bullough Jr. R.V., Knowles, J.G., & Crow, N.A. (1991). Emerging as a teacher. London/New York: 
Routledge. 

Bullough, R.V., Jr., & Gitlin, A.D. (1 994). Challenging teacher education as training: four propositi- 
ons. Journal of Education for Teaching 20(1), 67-81 . 

Calderhead, J. (1 989). Reflective teaching and teacher education. Teaching and Teacher Education 5, 
43-51. 

Carr, W. & Kemmis, S. (1986). Becoming critical: Education, knowledge and action research. 

London: Palmer Press. 

Clandinin, D.J. (1995). Still learning to teach. In: T. Russell & P. Korthagen (eds.). Teachers who 
teach teachers (pp. 25-31). London/Washington: Palmer Press. 

Clark, C.M. & Lampert, M. (1 986). The study of teacher thinking: implications for teacher education. 
Journal of Teacher Education 37(5), 27-31 . 

Dann, H.D., Cloetta, B., Muller-Pohrbrodt, G., & Helmreich, R. (1978). Umweitbedingungen 
innovativer Kompetenz [Contextual conditions of the competency for innovation]. Stuttgart: Klett- 
Cotta. 

Dann, H.D., Muller-Pohrbrodt, G., & Cloetta, B. (1981). Sozialisation junger Lehrer im Beruf. 
Praxisschock drei Jahre spater [The socialization of beginning teachers. Three years after the 
transition shock]. Zeitschrift fur Entwicklungspsychologie und Padagogische Psychologic 13, p. 251- 
262. 

De Jong, ]., Korthagen, P., & Wubbels, Th. (1 998). Learning from practice in teacher education: 
processes and interventions. Teachers and Teaching: theory and practice 4(1), p. 47-64. 

Ducharme, E.R., (1993). The lives of teacher educators. New York: Teachers College Press. 

Pischer, K.W., & Bullock, D. (1984). Cognitive development in school-aged children: conclusions 
and new directions. In W.A. Collins (ed.j. Development during middle childhood: the years from six 
to twelve (pp. 70-146). Washington, D.C.: National Academy Press. 

Preudenthal, H. (1991). Revisiting mathematics education. Dordrecht/Boston/London: Kluwer 
Academic Publishers. 

Goodlad, J.l. (1990). Places where teachers are taught. San Prancisco: Jossey Bass. 

Gore, J.M., & Zeichner, K.M. (1991). Action research and reflective teaching in preservice teacher 
education: A case study from the United States. Teaching and Teacher Education 7, 1 19-136. 
Guilfoyle, K. et al. (1 995). Becoming teacher of teachers: the path of four beginners. In: T. 

Hermans, J.J., Creton, H.A., & Korthagen, P.A.J. (1993). Reducing the gap between theory and 
practice in teacher education. In: J.T. Voorbach (ed.). Teacher Education 9, Research and 
developments on teacher education in the Netherlands (pp. 111-1 20). De Lier: Academisch Boeken 



European countries, the US, Canada and Australia. 



Centrum. 

Hinsch, R. (1979). Einstellungswandel und Praxisschock bei jungen Lehrern, eine empirische 
Langsschnittuntersuchung [Attitudinal change and the transition shock in beginning teachers, a 
longitudinal study]. Weinheim: Beltz. 

Hoyle, E. & John, P.D. (1995). Professional knowledge and professional practice. London; Cassell. 
Huibregtse, I., Korthagen, F. & Wubbels, Th. (1994). Physics teachers' conceptions of learning, 
teaching and professional development. International Journal of Science Education 16(5), 539-561. 
Imig, D.G., & Switzer, T.j. (1996). Changing teacher education programs. In j. Sikula (ed.). 

Handbook of Research on Teacher Education, 2nd edition (pp. 213-226). New York: Macmillan. 

Katz, L., Raths, j., Mohanty, C., Kurachi, A., & Irving, j. (1981). Follow-up studies; Are they worth the 
trouble? Journal of Teacher Education 32(2), p. 18-24. 

Kessels, J.P.A.M., & Korthagen, F.A.j. (1996). The relationship between theory and practice: back to 
the classics. Educational Researcher 25, 1 7-22. 

Koetsier, C.P., Wubbels, Th., & Korthagen, F.A.j. (1997). Learning from practice: the case of a Dutch 
postgraduate teacher education programme. In; M.l. Fuller & A.j. Rosie (eds.). Teacher education 
and school partnerships (pp. 1 1 3-1 32). New York (etc.): Edwin Mellen Press. 

Kolb, D.A. & Fry, R. (1975). Towards an applied theory of experiential learning. In: C.L. Cooper 
(ed.). Theories of group processes (pp. 33-58). New York: Wiley. 

Korthagen, F.A.j. (1985). Reflective teaching and preservice teacher education in the Netherlands. 
Journal of Teacher Education 36(5), 11-15. 

Korthagen, F.A.J. (1 993). Two modes of reflection. Teaching and Teacher Education 9(3), 31 7-326. 
Korthagen, F.A.J., & Russell, T. (1995). Teachers who teach teachers: some final considerations. In: T. 
Russell & F. Korthagen (eds.). Teachers who teach teachers (pp. 187-192). London/Washington: 
Falmer Press. 

Korthagen, F.A.J. & Wubbels, Th. (1995). Characteristics of reflective practitioners: towards an 
operationalization of the concept of reflection. Teachers and teaching: theory and practice 1(1), 51- 
72. 

Korthagen, F.A.J., & Lagerwerf, B. (1996). Reframing the relationship between teacher thinking and 
teacher behaviour: levels in learning about teaching. Teachers and Teaching: theory and practice 
2(2), 161-190. 

Liston, D.P. & Zeichner, K.M. (1990). Teacher education and the social context of schooling: issues 
for curriculum development. American Educational Research Journal 27(4), 610-636. 

Lortie, D. (1975). Schoolteacher: A sociological Study. Chicago: University of Chicago Press. 

Luijten, M.C.G., Marines, J.E., & Bal, J.M. (1 995). Wie gaat er in het onderwijs werken? [Who is 
going to work in education?]. Leiden: Research for Beleid. 

McCullough, R.C. (1987). Professional development. In: R.L. Craig (ed.). Training & Development 
Handbook (pp. 35-65). New York: McGraw Hill. 

Muller-Fohrbrodt, G., Cloetta, B. & Dann, H.D. (1978). Der Praxisschock bei jungen Lehrern [The 
transition shock in beginning teachers]. Stuttgart; Klett-Cotta. 

Munby, H., & Russell, T. (1 994). The authority of experience in learning to teach: Messages from a 
physics methods course. Journal of Teacher Education 45(2), 86-95. 

Oldfather, P., Bonds, S., & Bray, T. (1994). Stalking the "fuzzy sunshine seeds": constructivist 
processes for teaching about constructivism in teacher education. Teacher Education Quarterly 21(5), 
5-14. 

Richardson, V. (ed.) (1997). Constructivist teacher education. LondonAVashington D.C.: Falmer 
Press. 

Russell, T. & Bullock, S. (in press). Discovering our professional knowledge as teachers: Critical 
dialogues about learning from experience. In: Loughran, J. (ed.). Researching teaching. London: 
Falmer Press. 

Samson, L. & Luijten, R. (1996). Wie gaat er in het onderwijs werken? [Who is going to work in 
education?], part of the report specifically focusing on the Utrecht program. Leiden: Research voor 
Beleid. 

Scardamalia, M., & Bereiter, C. (1 989). Concefjtions of teaching and approaches to core problems. In 
M.C. Reynolds (ed.). Knowledge base for the beginning teacher (pp. 37-46). New York, etc.: 
Pergamon Press. 



O 

ERIC 



13 



13 



BEST COPY AVAILABLE 



Schoenfeld, A.H. (1987). Cognitive science and mathematics education. Hillsdale; Lawrence 
Erlbaum Ass. 

Schon, D.A. (1987). Educating the reflective practitioner. San Francisco: Jossey-Bass. 

Shulman, L.S. (1986). Those who understand: Knowledge growth in teaching. Educational Re- 
searcher 7 5(2), 4-14. 

Skemp, R.R. (1979). Intelligence, learning, and action, a foundation for theory and practice in 
education. Chicester (etc.): John Wiley. 

Sprinthall, N.A., Reiman, A.J., & Thies-Sprinthall, L. (1996). Teacher professional development. Inj. 
Sikula (ed.). Handbook of Research on Teacher Education, 2nd edition (pp. 666-703). New York: 
Macmillan. 

Stofflett, R. & Stoddart, T. (1994). The ability to understand and use conceptual change pedagogy as 
a function of prior content learning experience. Journal of Research in Science Teaching 37(1), 31- 
SI. 

Tom, A.R. (1997). Redesigning teacher education. New York: State University of New York. 

Treffers, A. (1987). Three dimensions, A model of goals and theory description in mathematics 
instruction-The Wiskobas Project. Dordrecht: Reidel Publishing Company. 

Van der Valk, T., Somers, Th., Wubbels, Th., & Korthagen, F. (1996). Commuting between practice 
and theory in an immersion teacher education program. Paper presented at the Annual Meeting of 
the American Educational Research Association, New York. 

Wahl, D., Weinert, F.E., Huber, G.L. (1984). Psychologic fur die Schulpraxis. [Psychology for 
Teaching Practice]. Miinchen: Kdsel Verlag. 

Wilson, j.D. (1 990). The selection and professional development of trainers for initial teacher 
training. European Journal of Teacher Education 73(1/2), 7-24. 

Wubbels, Th. & Korthagen F.A.j. (1 990).The effects of a pre-service teacher education program for 
the preparation of reflective teachers. Journal of Education for Teachers 34(3) 29-43. 

Wubbels, Th. (1 992). Taking account of student teachers' preconceptions. Teaching and Teacher 
Education 8(2), 137-149. 

Wubbels, Th, Korthagen, F.A.j. , & Brekelmans, M. (1997). Developing theory from practice in 
teacher education. Teacher Education Quarterly 24(3), 75-90. 

Zeichner, K.M. (1 983). Alternative paradigms of teacher education. Journal of Teacher Education 34, 
3-9. 

Zeichner, K.M. (1 995). Reflections of a teacher educator working for social change. In: T. Russell & 
F. Korthagen (eds.). Teachers who teach teachers (pp. 1 1-24). London/Washington: Falmer Press. 
Zeichner, K.M. (1987). Preparing reflective teachers: an overview of instructional strategies which 
have been employed in preservice teacher education. Journal of Educational Research 7 7, 565-575. 
Zeichner, K.M. & Liston, D.P. (1987). Teaching student teachers to reflect. Harvard Educational 
Review 57(^), 23-48. 

Zeichner, K.M. (1 986). Social and ethical dimensions of reform in teacher education. In: j.V. 
Hoffman & S.A. Edwards (eds.). Reality and reform in clinical teacher education (pp. 87-109). New 
York: Random House. 

Zeichner, K.M. (1981). Reflective teaching and field based experience in teacher education. 
Interchange 12 (4): 1-22. 

Zeichner, K., & Tabachnick, B.R. (1981). Are the effects of university teacher education washed out 
by school experiences? Journal of Teacher Education 32, 7-1 1 . 




O 

ERIC 



14 






U.S. Department of Education 

Office of Educational Research and Improvement (OERI) 
National Library of Education (NLE) 

Educational Resources Information Center (ERIC) 

REPRODUCTION RELEASE 

(Specific Document) 



I. DOCUMENT IDENTIFICATION: 



Title: 

1 


€/^ cA'hc'^4- VcxKcUjir 


Author! s): FreJ S' 


Corporate Source: 


Publication Date; 



II. REPRODUCTION RELEASE: 

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the 
monthly abstract journal of the ERIC system. Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy 
and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and. if 
reproduction release is granted, one of the following notices is affixed to the document. 

If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom 
of the page. 






Level 1 

I 






Level 2A 

I 

□ 



Level 2B 

I 

□ 



Check here for Level 1 release, permitting reproduction 
and dissemination in microfiche or other ERIC archival 
media (e.g., electronic) and paper copy. 



Check here for Level 2A release, permitting reproduction 
and dissemination in microfiche and in electronic media 
for ERIC archival collection subscribers only 



Check here for Level 28 release, permitting 
reproduction and dissemination in microfiche only 



Documents will be processed as indicated provided reproduction quality permits. 

If permission to reproduce is granted, but no box is checked, documents will be processed at Level 1 . 



Sign 
here,-^ 
please 



1 hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this document 
as indicated above. Reproduction from the ERIC microfiche or electronic media by persons other than ERIC employees and its system 
contractors requires permission from the copyright holder. Exception is made for non-profit reproductio n by libraries and other service agencies 
to satisfy information needs of educators in response to discrete inquiries. 


Signature; ^ — 


Printed Name/Position/Title; 


— ? / ^ 

Organization/Addres^' 


Telephona; 

* -Ji-tc -ZC-3 2-fccl 


FAX: _ „ 

-70 - 1 


E-Mail Address: 


Data:^ » 




'Wc, t'JcVW 



(over) 




f . . 

DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE); 



If permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from another source, please 
provide the following information regarding the availability of the document. (ERIC will not announce a document unless it is publicly 
available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more 
stringent for documents that cannot be made available through EDRS.) 




IV. REFERRAL OF ERIC TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER: 

If the right to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and 
address: 




V. WHERE TO SEND THIS FORM: 



Send this form to the following ERIC Clearinghouse: 

The Catholic University of America 
ERIC Clearinghouse on Assessment and Evaluation 
210 O’Boyle Hall 
Washington, DC 20064 
Attn: Acquisitions 



However, if solicited by the ERIC Facility, or if making an unsolicited contribution to ERIC, return this form (and the document being 
contributed) to: 



(Rev. 9/97) 



•JERIC Processing and Reference Facility 
1 1 00 West Street, 2"“ Floor 
Laurel, Maryland 20707-3598 

Telephone; 301-497-4080 
Toll Free: 800-799-3742 
FAX: 301-953-0263 
e-mail; ericfac(gi net.ed.gov 
WWW; http://ericfac.piccard.csc.com 




